viewed are displayed in Table 1 . First, the term case study refers to the end product of qualitative data collection and analysis; the case study is a written account of both the case and its analysis. Conversely, a case as used in teaching typically includes only the "story" without the accompanying analysis; that analysis is left to students. Therefore, the term case study is often used inaccurately to describe a case for teaching. Second, the term case method is a general descriptor for teaching through the use of cases or problems. Most often this term refers to traditional methods of teaching in law or business. It is a generic term that can include teaching from cases or problems with either contained or open-ended analysis. The terms problem-based learning and case-based instruction are frameworks for an instructional process and a curriculum structure respectively. Further differentiation between these two terms follows.
The term case study, because it most correctly describes the product of qualitative inquiry and not an instructional method, is excluded from further discussion. The term case method, because it is so "generic" can not lend precision to the discussion here. Therefore, I will focus the discussion on distinguishing between problem-based learning and case-based instruction, between problems and cases, and on the related implications for teaching. Also, to avoid perpetuating linguistic imprecision, the term teaching from cases or problems is used as an umbrella term throughout this essay.
Table 1 Case Method and Related Terms

Problem-based Learning and Case-based Instruction
What are the similarities and differences between problem-based learning and case-based instruction? Problem-based learning is defined as "an instructional process that uses typical problems of practice as the context for an in-depth investigation of core content" (Cordeiro, 1998; Bridges, 1992) . Case-based instruction describes an overall curriculum design based on analysis of cases; it describes more than simply a method of teaching or an instructional process. Case-based instruction, then, describes the structure of the curriculum while problem-based learning describes an instructional process focused on the learner. These differences are admittedly subtle but provide greater understanding and clarity in the discussion here.
There are related differences in the kinds of cases and problems used in teaching. I envision a continuum that ranges generally from neat and self-contained problems to messy and complicated cases. Though contradictory examples can be found, I generally define problems as more narrowly focused with instructor "controlled" learning while cases are more broadly focused with student initiated learning. A problem is usually a contained segment of the "whole story" written to expressly illustrate a concept; a case typically tells a story from start to finish with all its nuances and enigmas included for
Case Study Case Method Problem-based Learning
Case-based Instruction The end product of a qualitative research investigation and analysis of an individual phenomenon or social unit (Merriam, 1998 Teaching method that uses cases to facilitate learning through analysis of rich verbal descriptions of actual or hypothetical events.
Instructional course or program that is predominantly built around instructor generated problems as a structure for contained analysis of concepts and strategies.
Instructional course or program that is predominantly built around cases of actual or realistic events as a structure for open-ended analysis of concepts and strategies.
discussion (Dolmans & Snellen-Balendong, 1997; Gillespie, 1996; Aspy & Aspy, 1993) .
Instructional activities associated with cases and problems are similar. Both problems and cases are usually analyzed from a theory-based framework with the intention of facilitating application of theory to professional practice. The use of a problem, however, implies that the intended learner response is to find a solution and suggests that the instructor has at least some level of preconceived "answer" in mind while planning the learning activity. In analysis of a problem, therefore, the learner generates a solution within the range of responses and resources made available by the instructor. Analysis of some problems may generate multiple solutions.
Alternatively, analysis of cases is often open to extensive student interpretation and evaluation of actions taken; this analysis may not call for generating a solution. In law, for example, past litigation on a particular issue may be analyzed, but students may or may not generate solution in the form of alternative outcomes, interpretations or applications of the law. In planning the analysis of a case, the instructor gives direction with some themes or concepts in mind but depends on students to initiate discussion and to integrate those themes with professional practice. These explicit and implicit differences between intended instructional outcomes of analyzing cases and problems are important considerations in their uses for teaching.
Instructional Precision: Considering the Learner
Teaching from problems and cases has a range of instructional purposes that make different requirements of the learner. Considering the intended learning objective in relation to learner characteristics raises intriguing questions about when problems or cases are best used. As mentioned, some planned learning experiences are more self-contained with intentionally limited requirements for extensive experiential knowledge. Others encourage a broader interpretation and draw from a rich experiential background. Bridges (1992) described this difference by the degree to which learning is "problemstimulated" versus student-centered. One implication of such a dichotomy is that self-contained, resource-limited problems may be better suited to learners new to a field of study while more complex cases may present learning scenarios more appropriate to students farther along in their studies and more professionally experienced.
Failure to recognize a distinction between novice and experienced learners can lead to an inappropriate choice of case or problem and may explain some of the criticism of teaching from cases and problems (Dolmans & Snellen-Balendong, 1997; Sobral, 1993) . For example, Sykes (1989) notes the tendency for some case discussions to degenerate into "bull" sessions or opinion sharing, and other authors note the inconsistency in transfer of problem solving skills to professional settings (Cordeiro, 1998; Dolmans & Snellen-Balendong, 1997; Jennings, 1997) . One reason for these criticisms may be related to a lack of fit between the kind of case or problem and the readiness of the learner for handling that case or problem. If a learner is a novice to the content area, then instructor delimitation of information and resources to be applied to the case or problem may be in order (Dolmans & Snellen-Balendong, 1997) . Conversely, cases intended as summative assessment exercises may require increased learner responsibility and student-centeredness for decision making and identifying resources. If a complex case is used with novice learners, they have few resources from which to draw for meaningful discussion. Hence, a "bull" session may ensue. Further, if the novice student has little prior knowledge base from which to assess and assimilate the analysis, then chances of transferring concepts to professional settings may be diminished. If a narrowly defined problem is used with experienced learners, the complexity of their experience may result in questions and interpretations that may go beyond the intended learning activity. A meaningful discussion may take place, but it may not center around the instructor's intended objective. Again, effectiveness of the teaching strategy may be diminished.
Instructor Direction of Learning
The degree of instructor direction of the learning experience, then, is moderated by the developmental characteristics of the learner within the context of professional knowledge and experience. Adult learners, typically inclined toward self-direction, may respond differently in new learning situations when they are novices to the content and may, in fact, seek greater direction from the instructor (Dolmans & Snellen-Balendong, 1997; Sobral, 1993) . Considering the developmental characteristics of the learner, regardless of age, in relation to teaching objectives causes one to revisit one's basic beliefs about the nature of professional knowledge. On one hand, some view professional knowledge as a codified and consistent body of knowledge; others believe that professional knowledge is constructed by each professional through interactive experience in applying, analyzing, and refining theories in practice (Merseth, 1991) . Such instruction is inherently contextual and pedagogically infers that "it does matter what is taught, to whom, and under what conditions" (Merseth, 1991, p.15) . In other words, alignment of the kind of case or problem used in teaching, the objective for its use, and the nature of the intended learning audience is critical.
Teaching from cases or problems requires faculty to fully integrate content and process and to be comfortable with the notion that professional knowledge, at least in part, is individually and socially constructed. The knowledge and expertise of the student actually become a part of the course content (Jennings, 1997) , and there may not be a "precise fit" between a problem and the solutions offered (Merseth, 1991) . In that sense, faculty lose some "control" of both content and process and most directing of the learning process occurs prior to a class session rather than during the session (Dolmans & Snellen-Balendong, 1997; Tillman, 1995) . Faculty focus their "control" of learning in the planning and conceptualization stages of course preparation while allowing students to "control" their own learning during class sessions (Merseth, 1991) . The class becomes more of an orchestrated or choreographed experience carefully planned by the instructor but executed by students much like musicians or dancers. Therefore, teaching from cases and problems requires that faculty be comfortable with group learning; the value of such teaching lies in the multiple opportunities for analysis and synthesis that accompany exchange of ideas among learners (Jennings, 1997; Shulman, L. 1992) .
Teaching Notes or Not
A related issue, the degree of instructor orchestration of learning in the form of teaching notes and direction of the learning process, has spawned a debate of case method among scholars. Some critics have focused on the absence of adequate teaching notes to support learning through case and problem analysis (Cinneade, 1998; Shulman, L. 1992) . They suggest using teaching notes that are precise and that include verbatim questions to guide discussion or redirect students to a specific theoretical application (Hansen, 1997; Barnes, et al., 1994) . Others maintain that teaching notes should guide but not fully define the learning process associated with teaching from cases or problems (Hansen, 1997; Barnes, et al., 1994) . Some who teach with cases question the necessity of any teaching notes; they maintain that teaching notes (or any commentary to accompany a case) inappropriately constrain student analysis discussion:
There is a growing controversy in the community of case methods scholars regarding the usefulness of commentaries as adjuncts to written cases. Proponents, such as myself, argue that commentaries "layer" cases by providing additional perspectives or lenses through which to view the events of the case. Skeptics fear that commentaries will function as verdicts that proclaim the one best way to interpret a case, thus foreclosing the deliberation and debate that makes case-based teaching educative. No empirical research exists that can support either position (Shulman, L. 1992, p. 12) .
The issue of whether or not to use teaching notes is also related to the choice of case or problem in relation to the developmental characteristics of the learner. If a learner is a novice to the content or the process, then inclusion of teaching notes might avoid some of the pitfalls cited in the literature, such as degeneration of the discussion into opinion sharing. If the learner brings expertise to the learning situation, then overly specific teaching notes might "get in the way." The nature of teaching notes, then, should vary with the choice of case or problem in relation to learner characteristics and intended learning outcomes. Through appropriate teaching notes, faculty can intentionally structure the learner's treatment of a case or problem or can allow students to structure their own learning depending on the learning objective.
A Continuum of Instructor versus Student Control
One can see that the spectrum of teaching from cases or problems varies by the degree of instructor manipulation of the case or problem itself, including regulating (1) the breadth of resources used for analysis and (2) the extent to which students are guided through the learning processes versus being more self-directed (Cordeiro, 1998; Bridges & Hallinger, 1997; Bridges, 1992) . To these important dimensions, I have added the notion of learner characteristics and instructional intent to better inform selection of cases or problems. This discussion and debate over the desirable level of instructor manipulation of the learners' analyses of cases or problems led me to develop a continuum of instructor versus student initiated learning and its relationship to (1) the kind of problem or case chosen for instruction, (2) characteristics of the learner, and (3) intended learning objectives (Table 2) . Problems tend to be instructor guided and focus on a single objective with a limited range of responses. They are more structured and neat and may be more appropriate for learners who are novices to the content and their profession. Cases tend to have a broader focus that requires greater synthesis of
